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decade. For example, in the new curriculd there has been ‘a shift from
curriculum units to a congcept .or thematic approach. This means that
for epach subject the icentral concepts to be mastered myst be defined
and the teachxng must centér around’ theSe concepts._ (Auther/RM)
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. This. paper is written for.an invited speech at a. ’
symposium on curriculum innovation to be held at - - K]
g
-« the annual meeting of the American Educational v
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Co .-,Association. The. purpose of the speech is to o,r- o ’
v ganize,a padel debate* concerning the impact -of ) :
- educational J.nnovatio_g{ for c¢drriculum- practice._ , -

“ ’ . The paper is to be seen as a’ pre,liminary draft' . . -
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" The post-war éducational reforms in the industrialized
‘ countriés were reforms aimed at changing the responsibiﬁity
of the school and ‘thus resulted in prolqngedﬁschooling
and comprehensive educational systems. These réforms have,
. of course, to be séen a< a continuation of the pedagogical . .
changes brought about by industrialization and migration.’
In that sense the educational reforms of the fifties and
_ the sixties” cdrried on a progressive educational movement"
1 from the beginning of this century which was, to agree with
- Cremin,:..."a many- stded effort to use the schools to R
'zmprove the Lives of tndtvzduals. In ‘the mind, of Progressqpes

thzs meant several thzngs.,Fzrsj,\tt meant broadenzng thq
program and functton of the school...Second, it meant applying
in the classroom the pedagogtcal prznczples derzved from

new - sczenttfzc regsearch in psychology and the soctal sciences.
Thzrd it meant tazZortngutnstructzon md%e ahd more to the
dtfferent kznda and cZasses of children who were bézng brought
within the purvzew of the Jchool.....FtnaZZy, Progresszvtsm
zmplzed ‘the radical faith ‘that cuZture couZd be democrattzed 'J
,wzthout being vngartzed the fazth that everyone couZd

share not only the beneftfs of the new,8ctences but in the
- ) -pursuot.of the arts ws weZZ% (Cremin, 1961, pp. viii‘— ix)




“\ teaching within the walls of classrooms.
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There is in progressivism a’ basic notion that the future

.&an be Planned by the aid of science. Fox education this

means not only the rational planning of the educational system
g as such but even the rational planning and, carrying out of

\; . : ;/ . 4 ‘ ' -
\@he posg-war educational reforms in:Sweden, especially .then & #
‘on thg compulsory level, hawe many times been used as .

examples of profound educational changes. One reason that

<. these reforms have attracted so much international interest‘

is that they appear and are described as rational planned o
reforms. Thus verifying°the basic_prog&essivist@e7assumption
‘ that education can be developed rationally and in an inter- .
'play between decision-makers and researchers. -
1 %
L] N ‘ ’ . : »

" In this invited paper I have been asked to reply to.khree

3 -

questions: ‘ . )

l. Whatare%%e newest and most exztzng tdeas concernzng o
‘ currzculum that have emerged in Sweden during the past " ]

N ' P ’ ' ' *- !
2. To what extent have these ideas influenced practice? -

decade9

3. What lessons, can- curriculum theorists learn from the e

study of school practice? . ) .
o ., 2 f A " ! ‘.
Basically I refuse to accept the idea that schooling or edu-
cation is changed by innovations. Innovations as conceptual
and idealistid structuresecan of‘course be formeéd but inno- °
~vations as the basis of change of educational systems and V
curricula can be profoundly questioned B J

[ -

An educational innovation is not formed in an[empty space,

®

¢

which,of course is truistic to say. Buf it:is important to

recognizé the context of formulatlon, where iﬁnovations are . R

- created reflecting then prevailing ideas about what. education -

is and ought to be. In the moment an_ innovation is implemented
i will® be transformed to a .context of realization. The con- "’

. ditions regulating the context of formulation and the context
of realization are quite different especially then concerning
how the, innovation is legitimated

»
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Xf an infovation has an-impact ‘on schooling it is fiot

b cause of the innovation nlitSelf but that ébe practice
‘tNat can be formed responds to needs a¥d that there are
power conditions that can ‘mobilize a’ Justifieation of an ‘-
innovation. In following that 'line of thinking I have to
point out briefly the main components constituting ‘the
changei?of the: Swedish educational system. It is within

-that specific context to which these three questions wiil

be responded, In" brief, my standpoint is that curriculum

changes are built neither on rational decisions. nor
innovations, but are an interplay between scientific work,‘
ideas, traditions, values, power relatidns in the society

\\and coincidences:. This is the standpolint- from which I will

£l

’ 'sécondary school, the Six—year and seven-year gfrls'

amswer}the questions sugge%ted.for this paper. ) ’ T
The ;eform of the compulsory schoOl System in Sweden began

in 1940 and ended in 1962 with a parliamentary decision on

, Bhe.curriculum for ‘the nine~year comprehensive school. This N
decision led to demands for a reform of the high school
system, which was implenented in 1966 and of a reform of .
tentiary elucation that was implemented in 1977. The ~ ‘
post-war refdorm of the Swedish educational system can be

r

desgribed as two main reform cycles (cf Lundgren, 1977, 198la)
Within each reform cycle wetﬁ‘n identify an adjustment cycle.
The first main reform cycle includes the reforms from 1940

"up to the end o /é the sixties the first genération of ‘ y

' modern school reforms. The second generation started in .

the late sixties and is still going on. , .

14
) . [N
- .

During the foxties there were, besides the seven year elemeﬁ- P
tary school, seven other school forms, for example four-year

and five-year lower secondary -schools, the practical lower

»
municipal.school At the high school level a similar divided - . .
.scene existed. This diffgrentiation created problems concerning “\
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t ,f- '& the responsibility for financing between local authorities .
. *and céntral authorities and problems in defining levels of
s T ‘. competence for further schooling. A very divided educational
system Creates obvious administrative problems caIling for K
, more comprehensive-SChooring. ) . . . '.
hs - - . ' -\.
It is possible to- identify four motiyes ‘of main importance
for«the beginhing of the first generation of school yeforms.-
< First, the changes in the population structure. During the
period 1943 - 1952 the humbers of childrgn within school . _
age increased. From the mid- twent&es until. the end of the .
" forties the number Qf the students in Sthe lower secondary '
- school increased from 10% of an age cohort to "38%, which
. cfgarly illustrates the individual demands for education
'+ as 4 _consequence of the more close relations between educa-.
tion and the labour market that more technical advanced
B} _ produgtion processes brought forward (cf.-Broady, 1980,
Lundgren 1981b),. These increases in the’ number of ,students’ -
© . were mainly an urban phenomenon, which put into focus the ’
. " allocation of resources within t%e country. The urbanization
is also the éecond motive for school reforms. From the be--
ginning of the 19th centuryJuntil the beginning of the .
20th\century, the urban population doubled (from 10% to 20%) . .
' " Around 1943 another doubling had taken place and by 1950
more than half ‘of the pdpulatiQp lived in urban areas (51. 5%).,
. ! ' Thirdly the changes in- the world of life connected education
‘ more closely than before with the labour market. As Dahllof
points out‘inqhis review of educationa} planning/in Sweden
"These demande from, the gociety can, for é&dmple, be ezx-
plained by_the chaﬁgeﬁiyaqtrubture within the various '
¢ branches of the economy as a result of technical changes and
':rationalization‘procedurea, A well known example of the ’
fact thak demandg of thzs type have &pnsequences for the

educatzon of qualified lab ur zsaoffered by some estimates

. ) . R o \
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from the fzftzes over the. relatzonsth between productzon
development and the proportzon of engzneers among the total
‘numbers of employed wzthzn industry, the so-called’ engzneen

denszty .The engineer densn{y inereased from 1.6% in-

1935 to 3.2% in 1959 " (Dahllof, 197lp p. 12, our translation).

The. fourth motive was the political, one of creating a demo-
“'cratic school forsa democratic sociegy. The impact of the

development of fascism in Europe gave the school a central

building the political base for a democratic society.

le 1
f e in ;

>

The first generation of school:reforms was centered

- around the forming,of a comprehen’'sive school system.

o administrative problems in coordinating a differentiated

. This c0mprehensive school system can of counse be seen as

an innovation.“An innovation that was created and articulated
during the early part of this century. The’ context for this’
formulation was a, soc1ety in change, in which schooling ?

* . became more/and more linked to the labour market in which

sohool system, spontaneously responding to new demands from
production, and in which political demands on increasing

time for schooling and moulding a new citizen gave the

basic legitimative structure. The formulation .0f this
innovation was done in a context in which the politi cians
could handle the planning process.-The/result was a political
compromise When this decision was to be transformed to

the ¢context of realization the ideas of the comprehensive
school were transformed. The Ebmprehensive school had to be
adjusted to an established pedagogical tradition and to

a society in rapid change. The power over the school system
was also transformed from the field of politics to the field
of practice, where administrative and union\ interests .
dominated, just to mention two power structutres. The school
that' was formed and realized was then quite somethihg else
than what was formulated from, the beginning. Thus the inno-

vation had leftfihe world of - eas and sucdessively been

Q

‘




transformed to the world of pedagogical, reality T owill

not discuss the comprehensive school és-an educational
innovation, but just indicate this.process, where an inno- -
\ vation is formulated realized and thereby .gives birth to

¢

5ideas for new innovations. <« .
. - -

The first generat&on OﬁﬁSChOOl reforms, -

In order to describe the changes of the Swedish school

system I must start.with the planning procedure.

The members of the various school committees and commissions
that have investigated the educational system and proposed new
reforms were appointed by Parliament. The reponxsof the work
Of- these committees were published as official documents
(SOU) which were sent to various interésted groups,
institutions and organizations and presented to the public

" for comment. These reports and their reactions were then
used as a basis in the preparation of a Bill which was
presented to Parliament. After the passage 6f the Bill,.

the National Board.of Education (NBE) was given the respon-
sibility for developing the curricula and carrying out tne

school reform .as ‘contained in the Bill. o |
\ o rﬁ“‘ ¥

N i . s
“

The work of reforming the school system and creati;é the
Comhittee
of 1940. The wartime coalition government set up a committee E

nine-~yeatr compulsory school was begun by the Schoo

of experts with’fourteen educators and university #en under

. the leadership of the~Minister of Ecclesiastics (in Sweden’
this Ministry had charge of education at that time). It {is
true that - the compulsory school had already undergone pro-' .
found changes, but the purpose of the 1940 School Committee
was to reach an>overall view of future school planning. The
Committee s directives included not only the reform of the
compulsory school, but also of the high schools (SOU 1944:20).
In 1946 the Committee waé\superseded by a parliamentary School .
Commission (SOU 1948:27) .
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The School’ Commission formulated ten main pbjectives for ‘the
% school system' care, study training, language and mathema—

. v

tical skillS’ general Culture education, aesthetic training,

practical training, vocational training, spcial training,

o~ health education and pefsonality development: It was proposed
- that methods should be brought up Qp date, that pupils 'be
T more strongly motivated to participate in school work and ‘ :""
' . .. that instxruction should be more individualized. The constant -

. qﬂanges in society, it was said, demanded not only factual
knowledge’but also ability and 'skill in.discoé%ring and *‘ . u.
assimifating new knowledge Here arose a long—debated question
concerning the influenc1ng of pupils"attitudes. The pupils

v were to be encouraged to work both independent;y and to

".evaluate critically what they learnéd

k : - . ‘ . ~ . . . 2 .
At ‘ Soe A
) ”Instrao¢zon mugt not be authorttarzan as it wouZd be ;
, ’ if 1% gerved|a parttculaﬁ political doctrine, even if. this
’ doctrzne .Were democracy's own. Quite. the econtrary, demo- -
< eratic Wnetruction mugt be based-on g sctenttftc\fqundatzon e
) (SOU 1948:27, p. 3. Our translation) -~ |
, * ' 'w_‘ . fﬁ/
v co0 -
' Aichangeain the curriculum content was proposed The- sub]ects

.

of Swedish literature/ histdry, geography, biology, physics’ e

and chemistry were to ‘be enlarged, along with practical .
subjects, and English would be taught one year earlier than
beéfore, beginning with grade five. The school would be - . w, T
organized.as a nineﬁyear'undiﬁferentiated compulsory schoaql.

N

4

In 1950 a School Bill was introduced in Parliament.(Prop.
1950:70), and the establishment of a ten-year experimental *
period was decided. upon. A ' ) *
In 1957 Parliament estgblished a new Preparatory Committee&
) to draw up the plans for the compulsory school on the basis
of the experiences of the experimental period. The Preparatory
. Committee was -girected to set down the goals of thé school,

Y
-

’
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its organization, the. estimated financial costs\and necessary ’ »
. changes 1n the law. ”his Committee reported tp Parliament in *

( 1962 (SOU 1961 31), which voted in the sahe year for’ the Co
.« e hntroduction of‘the nine-year compulsory school- "grundskolan") !
. ¢ R . N . '

v Although the post-war school debate had concerned, itself, mainly
" with the form of the new compulsory school, the directives -
for the School Committee ‘of 1940 had also included the inves- © -
tigation of the academic high school ("gymnasiugg). so, in 1953
the National. Board of Education changed the organization and’
“ currigélum of”’ these schools, ' but these changes were dnly L.\ &
3provis10nal and a Preparatory Committee for the academic high - )
.: school was -set up in 1960. The 1957 Preparatory Committee had,
proposed a- eontinuation school. ("fackskola") and in 1962 av
o . special pPreparatory dommittee,for the continuation school was -,
- _.set.up. The" entlre sysqem of{secondary education was now under",la
K{ control.- The‘propdsals for the academic high schooi (SOU 1963‘4?)
* and the continuation school (SOU 1963: 50)swere presé&nted in . v oo
1963 and Parliament\ accepted ‘them in 1964." The Preparatory o
v - éqmmittee for Vocational Schools presented its first report’
A igss (s0U 1966:3) . : S

P
o v ¢
.

£y

" , ) ' ' oo \
. \ The reform of theisecondary school'system was a direct con-
* ﬁ Lo sequence of the'compulSOry school reform. As with tHe primary 1

<. level, the demands for//’ange in the secondary school—weré’ .
E \ clearly expressed concerning the\auantityﬁof students examined
as well ds the students' knowledge and skill repertoires._As

v . an example of a study carried out for the Committee concerning
“the quantitative dimension of the school system Hirnqvist (1958)
estimated ‘the "talent reserve." Even if there were differences )
in estimation related- to methods used, the outcomes clearly "
showed a great potential of individual's for further education.
With an increase of demands for manpower in academic and pro-
fessional aré\syzthe development of this potential was a necessity,

as well as a question of educational equality. .

»
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The launching of a continuation‘:Lhool was an express1on of

 the demand for,manpower educated to a level -between the aca- N\

!

demic high school and" the compulsory school. T . =
~ . v ' ' '_ N

AY

Hence, the contiﬁuation schoept fd&filled demands fqom the .
expanding/skrvice sector (i. e.Q‘nﬁrs1ng, teaching, etc.) .

The continuation school, and later the corresponding lines .y
within the 1ntegrated high schogl, were also the basis for )
6{" further” educatién within special'sqhools (for example nursery

-

school, teacher college, etec.}, as weLl as granting qualif}\ .

cations to engineers and economists.g o F

. 7
. 0 A :t * ‘e N w ‘
Bl

In 1971, a. new integrated high schqol began amalgamating the
"gymnaSium", the continuation schodl and the vocational

school. It included: 22 ‘different study lines, and’the length -

oflschoolin ariéd from 2;4 years. The 3~ and 4-year lines .
.+ .more or less corresponded to the earlier academic hxgh school,

< while the 2—year lines corresponded tq the fornier continu@tion
' and vocational scho@ﬂs. v . bose . .-

... . \‘ '; M l. * A “‘-"_//':"'- ‘
s o - \\ T ‘.
ﬁuch of this' reform work was linked to the iﬁeaﬂogﬂrecurrent )

':eduCation. The reason for this is ﬁhatf with the prolonga—
' tion of schodling, the- increas1ng number pf‘individuals who -

have pot been given thé opportunities of COntinuous studies
demand more education and need .more education. ‘The reason

-Q; for the increase in recurrentreducatiiifis due not only to éhe

’J~ desire to provide everyone with. the opportunity to study, but

B also. ko changes in the labor .market. Hence, the development
. / ; @

of’ the non—formal educational system (study circles, etc.)
has paralleled that of the formal system. Financial support

given to adults increased as well, and the entrance requirements. .

to universities were changed to favour students wit working
) A}
experiénce. - e D
R . - 3 . . N

3 l » ¢

In 1968 a committee on tertiary education was created, con-, “

. sist;ng Of the Heads of the National Board of Education and
< the National Labor Market'® Board and University Chancellors.

L.

i,

43
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* sense’ th

"from oux point of view, interesting aspects of these

o
‘

It was headed by the State Secretary‘for the Ministry of
Educafion The committee had to draft a proposal for the

' planning of education at the tertiary level during the .-

70 S. . P Rk . v
« gﬁ . « [ "

[N . M
. -

The tendency towards more regulated studies was heavily
criticized by students and teachers. The main opposition l
centered around the question of' the extent to which the =
demands of the labor market should govern the single .
student's,choice of study. This opposition eventually led

to the changing of the first proposal (UKAS)

RN

The earlier mentioned committee (U 68) published their main

proposals in 1973 ¢SoU 1973 2} SOU 1973: l2, SOU 1973: 47)

’In May, 1975 Parliament decided upon a new reform of the
whole tertiary level, to be implemented in July, 1977.

.This reform changed drastically the whole tertiary level.

The main thrust of the reform is that all tertiary education
‘is organized comprehensively. The country is divided into
regions that work+in accordance’with regional demands on
tertiarﬁ\;ducation. Societal influence has increased in the -

N

% .
the boards of the different regions are composed P o
SR

'S

o

of representatives from unions and interest groups. The
various 4%udy lines are adjusted to each other in terms of |
the over-arching goals Finally,‘all tertiary education is':

“organized in‘various study lines which @im at specific sectors

e e

of the labor market. s S v

. o,
.
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reforms are the links between those reforms, relating them to
different educational levels. A major characteristic of ‘all’t

‘these reforms has been that they were organizational reforms,
which- were motivated“by two things. The first and most

visible motive has been the social ‘one aiming at ‘the creation.

of a. schpol system that offers the same-opportunities for every*
one. The second motive has been ‘to create a school system%that
qualifies labor in accordancd with thejstructurar changes~

in society. i ..

.13
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The last step in what we have described here as the

fi@st modern reform cycle was the ‘reform of the pre school
R . - C .-

In 1968 a committee concerning pre- school education and .

day-care centers was established.»The objectives for thlS

committee were to:

l; Investigate the goals for the activities in pre schools
and day-caré centers. o o

2. Provide recommendations congbrning thé-COntent and design
of these activities. - :

3.. Penetrate the forms and the extent of a pre school. . B

4, Discuss how pgs-schools should be related to day-care:
centers. )

. A

*

. . ‘&9 ke - . R ) . . .
In 1974 (SOU 1974:42) the committee published'its proposal,
and in 1975 the Parliamént decided *upon the pre- -school reforms.
Pre-school begins at six years of age, is one year long, and .

is not compulsory. There is no pre-school curriculum, but

\in the guidelines for activities a specific type of pedagogy
is put forward. The main idea ("dialogue-pedagogy") is an
'amalgamation of theories developed by Piaget and Homburger

Eriksson, with seeds of thoughts from Paulio Freire. Because

of the lack of a formal curriculum, this pedagogy could be
(ste Berntein, '1975). '

L4

called an "invisible pedagogy"
. S 'S
With ‘the proposdls for the'reEBrms of the tertiagy and i .
pre-school levels, the first generatdon of modern Swedish school
reforms, which began with the work of the 1940 School\Committee
ended. The reform of the compulsorx_school, which was linked

to ‘changes in the economic and social structure of society )

" ‘triggeéred off the reforms of the secondary level. The next

step was a more comprehensively organized tertiary system,

-and the last step was the introduction of a pre-school systém

¢.. %
related to the comprehensive school &

‘ -

& O

In this’development, certain common features are discernable.. .
4 .

One is that these reforms have all been organizational reforms,
as was pointed out earlier. The sFEond is that theése reforms. «

\
. . v - ? . .
5 - .. . L . - N
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: ' Fig. L.A schematic overview of the first cycle of educational
in Sweden. \ s
have been carried out in order to create an educational system
A that gives equality of opportunity to all those entering
school. The third is that the reforms. have been successively
adjusted to a society that, at the same-time, became increasing- '
v Y -~
. - ly industrialized and. urbanized The fourth is that these re-"
! forms have demanded a more and. more centralized system of
. educational administrationJ The implementation and continuous
S revisions of the school systems "have needed "in-built R
\)‘ ‘e

P
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‘by a bureaucratic organ;Lationf‘Hencé, as new reforms have

been implemented, power apa control over the educatidmal 'system |
has succesgivély moved from polit;cally-appointed persdns' . '.i
to bu;eéucfaically-appointedapersons. - ’ |
The‘chaqges in economic strubﬁuré‘dufing the sixties and

the seventies were characterized by the‘increasing concentra-
tion bf.ownership aﬁdvdecision-making processes within industrf,
and an increasingly active state policy; The passage of the ]
school reforms constitutes a good- example of the i;tte: 7
development. Small industries,'businesses and small-scale
farming diminished beéquse of a concentration into larger
uni§§. This was coupled with an increasing Eopcentration of
the popﬁlation into urban areas. The néw comprehénsive schodis,
ﬁiéh alf study lines demand?ﬁ fairyy great school units. The ’
newly ‘built schools were often located in housing areas which-

had 'grown up as é“result of this concentration to urban areas. :
Oneﬁconéequence of this type of plannipg,yas.tﬁat the larger . '
schools often had more social p;oplems than the smaller oqes[\

and also tended to receive fewer resdurces. For example, the
teacher—student ratio was set af.l:éB{ and a new teacher
‘cbuld‘pé employéd after .this ratio"ﬁaé bassed. ﬁénce; in a
smali school an extra,studént to a clasé of 28 would result
in two classes of 14 and 15 students reépectively. But an
‘extra‘sgpdent to 10 classes\of 28 stuéfify each wougaionly
lead to 11 classes of 26 students each: ' '

The cdncentration of school é;ggiems to certain, maiﬁly ‘ ’
sqburbé@, areas constitutea aﬂpagic motive for the secondﬁgﬁg
cYcLe of reforms. Another was.the increasing awareness og¥§ -

the ﬁanpep in which the comprehensive school functioned )
in relation to its goals. For example, the most popular 1,
AcoﬁrseS'bfhsfudy Yere the theoretical ones, and this choice
was, furtheimo;eé%}q&eq,to social bagkground and- sex. ‘
% . i

1 o N

: , . w g
In 1970, the new curriculup suggested-by the .Nat¥ohal Board
of Education/was implemented. The general feature of this

st b4
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curricula was to.make the comérehégsive school still more

comprehensive. The great variation in study choices offered
edrlier was decreased tp only a few,‘and thése werk so /)
arranged that~they could all grant the necessary ualifications

for the new, integrated secondary school system. ¢

\ . @

N .

so ‘that all studedfs should have the chance to continue to
high school, but at the same time the high school system I
demanded specific prerequisites. Thus, the streaming within
the comprehensive school actually followed fairly closely
the streaming in the earlier, parallel school sysggmsQ The
chahge of ‘1970 alse meant that*indivadual choice: dlMln%fhe&
because of the tendency towards more theoretical courses**n

4

f study. Students who.could choose practicaliy—oriented
coursgs in Grade 9 in 1962 had now to take more theoretical

: subjects. Thus,- the general trend has" been an increase in

the heterogeneity of school cldsses in accordance with
specific prerequisites that were determined by the high

’ school~ The combination of: it has meant & greater degree of

differentiation’ within the school system. ~

’
~

Some other changes did occur;\of;course, such as the intro-
duction‘offa "free choice activity,™ in which the students
could choose the activities they wished. In general, however,

‘the trend was towards Change to more theoretically-

& .

N

oriented courses of study. To some extent, this change
explains the increase An remedial teaching during the ~
seventies, as differentiation was manifested not only in
course—of-study choice,! but also in the- amount of remedial

*

teaching.
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The quantitative development in remedial resources is A _ﬁ
amply illustrated in the figure below, from the report of ,

the 1970 Committee on the internal workings of the, school . |

. LN . v ‘ B .
. N . . .
B ¢
. - (

Teacher weekhourse{mo pupils

(-]

l.l/ﬂ l 1045/68 o .,

.

Eig. 2. The development on the use of special’ classes (SC) :
and remedial teaching (RT) between 1961/62 and C
1972/1973 in the - -Swedish comprehens1ve school ‘system. .
(Source' sou 1974 53, p. 138. ) ‘ R , O g

. -
2L ‘ ~
£ . . - ?

&+ .- ' The 1970 Committee (SIA), which we shall discuss below more | -
HR ~—1in detail, notes that duringffhe single year. of 1972 approxi-
mately 40 per cent of all all. students in the comprehensive

school hdd some contact with remedial teaching in one\form

-

5,.‘
or another. o ¥ ~
Xe . . . ™

-

S In summary, the most importan%\ractors we have discussed are~ ;
. 1. Although the.goals of the school weére radically’ altereq
- : no such oorresponding change’ occured in the curriculum

<

content. .

* -

2. The organibational frames became increasingly stronger. -
R The‘first reform required very large schools 'in order to o
. . -3
et - .be able -to offer all the .possible courses of study., . N

‘ 4. The ¢hanges in,the labor, market led to increasing urbani- -

. zation, : N .
L ?,7-57 The public séctor. in society increased rapidly, requiring’
vt . new types of qualifications. ‘

‘ ~ . B ! . -

" »
“ERIC : ‘ ' ) :
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Another qonsequence‘bf this complex web of changes'was,that
discipline probl#ms increased. The changes in the stricture . S

a *

‘ ©16 - ' A
6. THe entire school system is centralized and all schools

s . .

were treated the'same, irrespective 6f their social and
pedagdgicél problems. =~ ° ’ . !
7. Coﬁtrol over the development of ng;educational system
‘gradually passed from-the,pol;ticél bodyato administra-

‘tors and -educational exgértsf

of the labor market towards unskilled .and service work also

7

gave a new dimension to school problems.

In thé-gene;al debate on education in Parliament in 1970,
two themes were in focus. Firstly-thé evaluation Jf the
school‘s§stem.‘The main issue was whether the National

Board of Education should be responsible for both curriculum
develoément and evaluation. , . ‘

-
- »

The other theme concerned thg acute problems in the schools, -
especially the discipline problems and , the working situation.
Parliament décided to ask “the Ministry of Education to in- '\\/_

stitute a Parliamentary Committee to,inVestfgaEe these problems. -

I3 ¢
- 1 <

- . k] -

The second generation of_school Eéfpémgt; '

. G wmm e evm T evm G ey - s o e ews
-

s, » ',o

This 1970 Committee (SIA) .is thu§ the startiqggpbiné for
what we shall call the second\aénera&}o%‘of school reforms

.
i
.r,;\'?:',

in Sweden. " y; L ‘
T .
f . ‘ . . q*
In the Committee-directives, the Minister stated:
"Dyring the last years the public school system has -

been byilt up quantitatively as well as qualitatively.
The aim hds been.to give all youth education without
‘the. interference of economiec, speial or geographical

*  conditions. We are now facing a new phase .in'the de-
"velopment-of education...This development opens up .. .
new opportunities. for taking into consideration the

spectal characteristics of each student. The reforms, however,.

have-also led . to a need for change in the internal workings
of the school: Research in education has; during recent ‘
years, been directed towards questidns connected with

' N £ -

vt :
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%
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individualized ingiruction. If all students are to
have an equal education, a series of ‘specific measures
mugt be taken, as general Yeforms can dzsfab@ur thoge
groups that for warigus reasons are not .able to make
use of their new opportunities.

{Protocdl 1970-05- =27, p. l. Our translation.)

,

., The Committee was'directed to -concentrate upon how to. makg

" school more meaningﬁul for .students who had prohlems: The
content of the curriculum, however, was not to be dealt

" with by\the Commﬂttee. This last is especially interesting
for, as was earlier pointed out, fthe National Board of .-
Education had proposed a'new currTculum that was accepted
by Parliament in’ 1969, It was igportant ‘that this new curri—
culum would be implemented, but at the same time it is
obvious that this decision placed Great constraints upon
the Committee. 'The task of making education meani gful,
without discussing its content, is a rather diffichlt ons.
This ‘situation provides a concrete illustration ofvthe way
in which curriculum and organization have been perceiwed '

- in Sweden. The curriqulum has been generally looked upon as.
the concern of specialists Equalization effects, for example,
have not- been, interpreted in relation to~the content of

- teaching.~As was discussed earlier, the curriculum repre-

sents to some extent the interest of special groups in
society. And as control over the educational reformg durinj
Fhe first cycle moved to administrators and experts, we '
would expect that the influence of the political system would
be cbnstrained in the sécond rejorm cycle. Thus, the e

i politicians in the 1970 Committee were constrained by
‘the changes which had, been introduced by the National Board

" -of Education. As welg, the Chairman of the.1970 Committee,

was the Head of this Board.. . 15 L '

. } : ‘,.: .. .
In 1974 (SOU 1974: 53) the Committee delivered its'B;eﬁos;lsi//

The main suggestions were: . - ) )

1. THa't the. school day should:start and_end.at the same time
every day. . - | . ) P ) 3

2. That the ‘school should be-ffitegrated with leisure activities

—~

arrangéd by "the: comminity and world funﬁtion as a leisure
i, :

'; centen afterﬁxﬁe*school day. v




18"
- N -
! t 3 That the school day would provide three types of activities:
‘. a) ordinary school work, b) frée -choice activ;ties, and
c) non-compulsory activitiesf Thus the ‘student -would
* o work with ordinary school work and.free-choice actiyities
3 - (compulsory) during-the day, and after school would ;
;“ participate in freely—chosen activities if he wanted to.
R “Thus the school would- take on more responsibility for the

children to help working parents, etc. .
< 4. That the” transition between stages in the school system ~
Lo, should be smoother. -~

S. That a special educatiomvbe provided for prihcipals and.
that all teachers have inservice training in remedial

+ &

teaching. ’
6 \That personal resqgrces could be used more freely atsthe
& "school leVel. LT . -
7. That teaqhing be planned .and car;%ed out in larger units m
) (up to 70-90 students) This did not mean that they be ' ,

._taught in these groups, but that the teachers should plan ]
B to use common resources. ‘ : - - ‘ :
‘5?'8_ That: laboratory methods be used more and that the, students
' o should take part more actively in the -planning of teaching.

' 9. That each school’ would have a board with the- principal v
{ : . : '\\ﬁ‘Aas chairman, and with:representatives from the students,
. " parents and tdachers. o, . p e

f', i o 10. That continuous evaluation\Qf the schools be made as‘a
. " ' basis for the.distribution of resourdes. T - . -,
L~ . S EO - R v Tl - e
' ) SnicE S A N -

. * '

AR These proposals triggered off a public debate about school

problems .which was more intengé than the debates about .
" earlier reforms.,The response period was extended,_ and parts
ST Hroo-of the pnOPosaI were ‘changed in Parliament. The main QE-QﬁE;*;ﬂ»
' -wsuggestions, however, remained.more : & '
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'The most’ ¥ “-@ygé}gatures of the SIA 'Proposals were <.
“the- trends towardﬁdeo tralization and thewattempts to - —
integrate the §§ e v re into ‘the local, community. The- )

school ‘accepted greh responsibility forisocialgcarehand

* methods in the schogis panged:’The influence ofxthe pre-school

was also apparenbhainzt e introductionxqf "dialoguePpedagogics"
WSH = ' . - C e

The Swedish school‘&ystem is state- financed, but resources . ﬁ,; .

for leisure activiQEes are supplied by local communities.’

‘A community reform¥has been implemented which aims at

creating communities that are economically independen?.,The

integration’ between schoal and leisure activities suggested

in the SIA proposal implies that the financing system between

‘the state .and the comﬂunities should be changed <In 1972 T

‘a -new Committee\chaared by the Head of the National Board ‘

of Education begadfto investigaﬁe this relationship. '

by

The results of thz SIA 'roposal-affected the. seeondary level

as well as the universi ies.' In 1976, a new Committee for

stem was established, headed by the
Vice-President ‘of %h National Board of Education and later . °
taken over by a Professor of Education (Urbam Dahllof), “o

the Dahll6f High S%hool Committee.

< / ' :.’ ! . ‘1
The adjustment cycle.. * » ° - . . .

the secondary school

@

The reform cycle descriﬁéd here\tould not possibly cover

all possibilities.in a rapidly changing society. It had “to
be supplemented Q!E% shorter reform cyeles operating within
the framework’of the genefal reforms. We:;shall:-term these
cycles "adjustment cycles When the decision on the com-
prehensive school " system and the high school reform was .
taken it also “included the responsibility for the National
Board of Educations - o A ‘ )

L

s, »
’ R " . . &
. 4

The instructions to the-National Board of Education (NgE)‘stateE

»,ﬁ_"It ghall 8é9'that educafion,'as far as content and methods
are concerned, continudusly 18 renewed, developed and® .
zmproved keepzng paée,with the fzndtngs of. research and

i e
" . -
. Lo\ - ‘ e Lt 22 - . . M ¢ .
PR . i A \
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with the develophents within offiéial and private
administration, in theyeconomic life. bf the country
and the Zabour market, as well as\zn other areas“af -
soczety
(HiS Royal Majesty's Instructions to the National Board
‘of Education\ SFS 1965:737 § 37. Our translation.)

4

3
05
.

.

This meant that the NBE had not only to implement the
reforms, but also to evaluate them and, then sﬁggest new
changes and guidelines to,Parliament. . -

“
-

Affer the curriculum é&%orm~of.l969, earlier'mentioned,
' thé next phase in the adjustment cycle began. Within the -
/NBE*a new group was cneated to work out the guidelines
/for a new curriculum and new médels for évaluation (MUT)
Thé first directives to the MuT .groups stressed that the
.goals for sub-sections of the curriculum should be-stated
¢ as precisely as possible, Thus, this group was influenced
by eddcational. technology and trends within .curriculum
planning emanating from the USA. The planners commitment
to individualization came to be linked to various types
of teaching materials. As the great curriculum refbrms )
in the UsaA pame just at the end of the planning of the - ..
1962 comprehensive school reformq the influence of this
curriculum movement was not apparent in Sweden until the
} NBE adJustment reforms of 1970. "New math" was introduced,

‘Nﬁzﬁf:f‘.’l { linked: to:a special system- for indixidualization, and

P .there was a trend towards a more integrated type of
! curricula containing "block subjects“, such as natural
‘ ' " .science and social science, for example.

,
J »
s , .

-

7 T .
F - . The MUT group wanted to constr ct a competency~based
. IR curriculum, in which the goal should be the middle-mark
, , - "(3°in a 5~point scale) 'But when this system came under
) : fire, the direction of work 'in the new curriculum gave
i ' ~* way to two new ones, One group favored having basic courses .;
' | at the core of the curriculum, while the other. favored a -
"dialOgue-pedagogy" approach This represents~ah attempt to
, put the student back in the curriculum& and, is. manifested
» not so madﬁ in strategies ‘as in particular attitudes taken
~ | towards the child. , . ) ‘ 23 C

- »
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The development of the Swedish school reforms has been
descrlbed in terms of two types of cycles: the reform
cycle and the adjustment cycle. The first generation of

- reforms aimed at an integrated, comprehensive oxganization

of. the school system on all levels. This was the basis
for the second generation of reforms, which aimed at 5
rintegratlng the school into the community and‘ad]ustlng
resources to local demands, thereby partly decentrallzlng )
*the school sy;¥Em. .In 1978 the NBE again suggested a new
agrriculum for the comprehen51ve school. We will return

| to that proposal.

v

The consequence of the reforms has been that their primary
ideological, motive has been built mainly into the outer
organization of the school system and the overall goals
but has not been consequently ebsorbedyin the detailed
syllabus. ' .

A L4

0
E d

As the implementation and' the evaluatign were to be carried |,
out by éhefsame group, the control over the whole system
had moved over to administrators and’ specialists.

It is interesting to note .in th1s context how well ar-
ticulated this view on the responsibLlity for curriculum
construction already existed during—the planning of the
first reform cycle. When the l957 Preparatory Committee
published the results of the work of the curriculum , group
(cf. also Kallo3& Lundgren, 1976, 1977) it stated in ~
the preface: y

"It can be Zegztzmate to gsk the question whether

.a CGommittee composed according to the prznczples whzch
hale been used should devote such an intense interedt
to questions pertaznzng to the curriculum guide as

the Committee actually has done. The detailed treatment
of these issues presented here i8 foremost to be con-
sidered as a task for spgeialists,. Apart from what

the directives zmpose upon the Committee concerning

i3




v the syZZabus, the praposaZs for the curriculum which
' are pregented here aim at tZZustrattng'the meaning
of the declarations of principle and the proposals
of the Committee and an evaluation of those, as well
as to facilitate the work for central, regzOnal and
. P local authorities and publishing compantes, teaching
. atd companies and others that each in their own way
"~ have responsibility and interest to realize the
decisions which will be the consequence’of the pro-
posals of the School Committee. The presentation of
comparattvely complete curriculum proposals already,
in connection with the main proposal of, the' Committee,
. 'shouZd furthermore make it easier for teacher and
o ) prineipals - who~above all will be responstble for
‘. .- the realtzatzOn of the decisions about the intended
. ) content -'to gain a thorough knowledge at an early
‘stage of the intended content of the comprehenstve
S "school and the continuation school”.

(sou, .1961:31, p. 5. Our translation.) )
) ’ ) ] - - . T

¥

» As Was pointed out, the comprehehsive reforms have had
no dramatic equalizing effects in terms of social back- )
-ground, although it is true that the opportunjties for
» i i further education for working class pupils have increased.
} This can be’ interpreted by the notion that the schooL is
FR. o working in accordance with’ conditions created by the
.ruling class. The schoo} system is a.part of an ideold-
gical state apparatus, which means that it will reproduce
,' ‘the ideology of the ruling class. .But as Poulantzas —

. X1975) points out, the school does not produce the ideology.
’ . - vl > e

= L Ty R A
P * = hnd e

"In referring to tdeological apparatuses, we must

recognzze that thése apparatuses neither create the

zdevlogy, nor are, th even the .sole or przmary L.
- - - factors in meproduczﬁ%’relatzOns of ideologieal domi-. -
e NPT nation or subordznatzon. *Ideological apparatwses “only

. . -.8erve to fashion and inculcate (materializel the
. ‘dominant zdeoZogy. Thus Max Weber was wPpng in

‘ w ) elatming that the Church ereates and peé%?tuates re=
B e T . Zogzone¢rather it 18 reZtgzOn ‘which creates and er-

= g petuates “the Church ~

N “Qgpulantzas, 1975, p. 31 ) . , . .
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We can claim that the frames and the curriculum themselves

- - ‘do not produce the ideology: that governs the teaching

“ will refle

process, lgut rather, it is the ideologgs which produces a
specific S hool sys;em, frames’ and gurriculum that

Zt this ideology. The ideology in its turn is
vreflectiOn‘of historical and material conditions. »

Q
. . .. *
il <

The point. he# is that we can indicate /fairly clearly how —

. ~Tscononic, political and social changes in society are re-

£

S1y

. flected ' in the organization 'of sthe schdol system and’.
‘curriculum, and how‘the frames ‘and goal systems governing
' education form conditions for teaching that correspond

to these societa} -changes so that the school: fuffils its

o
t

/4 external functions. . c pe

. - . N i‘ N

In othen words the alternations iﬁ“the;economib“and

,Q

”~

v e social structure have\led td a demand for different types’
S of qualifécations. i change. in demamd has been. mafe

N
L ON

not omlggﬁy political groups representing various social

o strata in society, But more-and ‘Tmore by a group of adminis—

trators. The quali}ications now desired were more indivi- .

“dualistic Tn' emphasis, stressing the need”for cooperativek

‘creative individuals. This development has, then, been
linkedl to- values concerning equalit¥ Hence, while the'
curricutum reforms have been carried out/supposedly in ¢
acdcordance with other fairly radical reforms, the detailed
planning of the.curricula ha§7-at the same time, been left

* to subject specialists so that the changes in. the, surriculum

' have not been in complete adcordance with the overall .

organizational changes. o e . ‘ C ’

’
-

. / - s
As the engﬁatiOn‘of the;school system is also the re- '}

sponsibility of those 'who control the educational system
* and its ideolOgy it is unlikely that any radf§al changes

- -

- ¢ -
Can Occur. ' ® ’ o . '
, K - -y :
. o . ' . ‘3ﬁ

The teaching process is controlled to a large extent by
the céntralized system. Although the syllabus only gives

v o -

* '~s@ . . 'l
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directions, no other alternatives exist. The textbooks
steer the process. In the comprehensive schopl the first

. stage (grades 1-3) is governed by the requirements of-the

second stage (grades 4- 6), and this stagée is governed
by the requirements of grades 7-9. The comprehensive school
is governed by the high school system and the high school
. ' system by the educational system at the tértiary level
o At the school level there are few degrees of freedom
P ' for local adjustment and control. .The whole system is - '
) " strongly framed and classified by textbooks, controlled
, e . by central tests and differentiated by the grading
l system, At the same time, the whole system has aiways b
. been seen as an open one, and the ideology shared by 1
*« «teachets, parents and students is that the system provides

4

Y fairly equal opportunities to all. . ‘

Finally, to sufimarizéithe description of how the educa-

tional,system in_  Sweden’ changed, I will point out the

LT . ; following: ’ i \ B C

The first generation of school reforms was formulated

~ o . ' in a political context The context for formulation

v \ was rather broad and gave space for advanced ideas on .
education and ‘the scope of schOOling. The economic g
development gave a basis for an expansion of the

¢ - e
. 2 . school system, ~

-

~
-

, -
2. The context of realization for theffirst generation

A . of/school reforms was a context ‘in which the. expansion
o . of the school. system dominated This expansion 1egi*

- »timated a centralized administration and of course int
_ oreased the number of teachers and“thereby the power .
‘ﬂx Lo - of teacher unions. During this .expansion the various ;
S - >~interest groips concernéd with schodling were organized '
;;_”k DR ' and given power.' " oo )
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' Context of Context of .
'Central.poLitical bodies.~ formulation . realization
(Government, Parliament) ) o z P
Central administrative N ;
bodies (NBE) ; ™~ Iy
gLocal political bodies {’ : » - ' .
(School boards) . ' _ : \ .

Fig. 3 Schematic figure over relations between political,

3. Thus during the realization of the firstwgeneration
of. school reforms the power over the planning was moved
from a political context to an administrative context
and more and more exposed to cooperative inflﬁghces.

;. The context for formulation of the second generation of

. school reforms was then.both more restricted and more
complicated than the context for formulation of the first
generation‘of school reforms.-As a consequence the ad-

!
-,

-

ministrative bodies identified themselves more and '
more with planning tasks and the implementatfon of the
second generation of school'reforms was moved over

lto local administrative bodies and to the local school
system. Thus the shifting from a centralized school”
system to a decentralized one can be seen as chariges in
responsibility{ where central politically formulated
programs have been implemented by the’ central adminis—‘
tration, which then has been given the power to for-
mulate new programs that have caused the shift over

to local implementation and local political formulation
.of educational programs.,

=

ate
A
V1

Local énd regional " ’ ‘ : - L
administrative bodies . . . . - JUNE

7 <. £
B .

o administrative structures and the, two generations
of school reforms. . . . s
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What dre the newest and most exciting ideas concerning

* curriculum that have emerged in Sweden duri*g the
L . last decade? i

-
LY

1

This has been a long answer to the question given to me,
but it has been a necessary way to 99, in order to iden-
tify the meaning and the consequences’ of what can be iden-
“ ’~ E tified as.an educational’ innovation. ) >
’ . ' N B e
As’was indicated earlier, thé centgal -administrative
body - The National Board of Education - has comﬁ to be
the. body &ithin which new programs’ for "the school were
:‘formulated and where innovations were- filtered, acEEpted
. or rejected and where the™results,of research and de-
Gelopment»were used. Within what I have called the )
'adjustment cycle the National Board of Education was . i
obliged to make proposals on, curriculum reforms. During
the seventies,'as noted before, xhe planning Of the
ol curricqum for the eighties was first,founded in an idea
; . that the curriculum partly could be defined in behavioral
‘f. ’ “““”“*““vterms and competency based As t&is idea could not ‘be
realized, the whole conceptualization ‘o)
; S changed.iAnd a curriculum directed towgids the personal

the new curriculum

Togn , - and social goals was formed around a conceptualization R

o of the pédagogical methods- as a subject f subject

relationship. The criticism~o£_the rational - behavidral

;:\ S r/curriculum was also interpreted in such a way that the -t
forming of the new curriculum should be done in collabora-

_tion with groups that had interests in the new curriculum.'

ﬂ ﬁ- . A series of reference groups was constituted.in which

.éﬁ“ ilrepresentatives from the political partié% ‘Iabour unions(

etc”, participated In doihg that, the.Whole process of :

formulation became a\field of struggle in which tHe solution

of each ‘skirmish was to make the text® abstract, so- each part

‘dould claim the right of interpretation. The proposal that,

“

§ 4)9 . v,
. S i
- #% S ej T Lo *

.,

was delivered to the government was then extremely abstract,
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filled with value terms but hard to interpret concretely
~ 1in the context of realization. This.opened a space for
a new political influence on the curriculum. The government,
at that time a.liberal minority government, appointed a ’
new curriculum group of three persons with the task of
formulating a new proposal for the Parliament. In’ breakrPg
the power structure established over the process of
. curriculum planning space was given for a rather different
" curriculum. Spage does not exist here for a detailed
description of what this curriculum contained I will Just
Q,point out what I see as the most important features in
this cdntext. . .

%

L

\
1. The link between the comprehensive school system and

the= high school system was broken, i.e., that no line
:or course taken in the comprehensive school will give
advantages for continuing education. =
2% The central curriculum will give the frame for the work
* but “in each schodl a local program will be formulated.
3. This local program will be *the base for how resources .
. are allocated and should then be: continuously evaluated
and followed up and revised. - : :
’ 4, The earlier curricula were constructed'around curriculum
* units. In the new one there is a shift from curriculum
units to central concepts. This' means .that for each
subject the central concep\s to be mastered must be
defined and the teaching should be centered around

‘.

{these concepts. o .
;m@ I will take this last point as an, example of an exciting
o ~ idea that has emerged. By tradition the curriculum has

been built around the single~school\§ub3écts and within

the:school subjects the curriculum units constitute the
L

skeleton. The consequence of this’ way of designing a

L. .
‘ .
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¥ - & - N 30 M
s . 5 . . > Ce .
. . . “e B .
% .

2
L3




28 . a

’ curriculum is that for each revision the curriculum has

been more and more oveftoéded. New demands on the content
have led to new units but still the old one has remained.
The priority problem has then been more and more complicated,
resulting in a situation in which the textbooks take over
the role of‘the curriculum.

°

-

" The main idea of'central’concepts is that” these on the

" is given in quite a different siﬁhation, in which

one hand point out what are important political decisions

_to take concerning the content of the curriculym and on )

teaching process. Thus the teaching of 't concept of

the other hand thef.yill give.thp'priori;Fes for the
imperialism - to take one example - can be éone by various
types of content. The importané thing is that the

learns what imperialism.is. Now a concept of that

student
t§pe

it is .
important

.‘{

difficult for the student to identify what is the

part of the knowledge to be learned. Behind this idea is
also the notion that this will open up new ways of colla-

boration in the school and give reasons for interdisci-

The central concepts have then a. ser%gs of pedagogigalufﬁsf

consequences. In this new curriculum’ the centf”l concepts
in the curriculum are structuring«ofﬁer .Changes.

plinary work

More of thematiéﬁaorzzmill be carried out and the teaching '
will shWore over to -project work The planning of the
teachingras well’ as the follow up will be, organized in \

‘teacher teams that are responsible for a bigger group than

the clags.and that can dispose certain resources and also
will be givenraid for experimental work. The localicurri—
culum programs are then the natural frame of reference for
the teacher teams. Around these pedagogical tasks the g

"in-service training will be built up. As a consequence Qf

the new curriculum the

P
.1 ' . . . 3 1 " .

. S -
- gy .

n-service training programs change

!
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. completely. The local school.board will have more power

than before and will decide on the local allocation of
resources and the evaluation of the use of respurces.

= N -

I am serry that I here only can .sketch the outlines of

this curriculum change. My point is not, however, to

describe in detail but to- give the outlines. What I héVe

tried to do is to show how a space for ghnovation was

created and what this led.to. This new, urriculum coulq

.be .looked upon as an-innovation of the \same ‘importance .

as the comprehensive school reform once was.But as the

comprehensive school reform was“an innovation created by

%

a specific economic, political, social and cultural xff//wy,,/,g//
change and possible to formulate in a specific conte: .

e
this new curriculum can be desgribed in th me way.
—_ . It is not created in the_mind of a up of persons; it

i{s a way of thinking thgt,thé’changes.in schooling and the
overWhelming’changes”n the society have made possible. °
And if/18f§’specific change in the planning of the schools

//,,«and the composition of -power over the school system that
opened up a new context for formulation within which this,
type of thinking was possible. .

This new curriculum is going ‘to be impleMented from the
~ first of July, 1982. This means_that,the innovations here
described are formulations of school programs. They do
not exist. At the moment théy\are to be implemented some—
tthg else will be done. Not that teachers, cannot under-
stand written texts and intentions, but the implementation
.will be done in a context of realization, in which the
. innovation has to bé fitted to an ongoing practice. and in
which it has to%%e legitimated in new ways apd above all
in which it will ‘Be exposed for new struggles in the local
. community. what this will result in can to‘some extent be
. v predicted, hut in, other:- senses 1s completely unknown.
Within our research group at the Stockholm Institute of
‘Education we are preparing a Etudy in three communities,
. / : a
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where we will folloy the implementation of the new
..curriculum. This study will be an analysis of“how the
program was formed in“the context of formulation and: how
it is formed in the context of realization. Using the
paradigm for. eMaluation in which evaluation is seen as the
compari/pn of objectives with results, this ‘study could '
‘be/seen as a more theoretically oriented evaluation in'’
s which the context of formUlation is analyzed and compared
with analyses of the context of formulation. Hopefully,
then, this study will furnish us with more~elaborated
‘knowledge of what constitutes schooling in the,society
and where the limits of educational reforms lie.

- 1Y
. &

In saying that, I have.answered the second question on h0w ‘

-

pedagogical innovations 1nfluence practice. In seeing

the 1mpor;3ﬁf“3lff§f§ﬁ€3“b“tWﬁﬁﬁ“ﬁﬁat fegulates the
context of formulation and what regulates the context

of realization the answer is that an educational innovation
when formulated never will ‘be the same when implemented.

Of coursg innovatiqQns change practice‘if the innovation
changes any of thedobjective frames giyen for the practice,
i,e., resources} text material,"etc., but how the Ba%ic'

ideas of an innovation are’ transformed, use? and justified

2 in practice ‘can never be answered without a study of what

forms the innovation and what forms the aet&%L&practice.
So, I{will return to the AEHA\meeting in 1985 and hope-
fully»be able to explain how at least parts of the new
curriculum and the various innovati ns in it have in-
"ffluenced the practice of schooling. : "
W . ié *
This X8a@s me to the last question on what lessons
curriculum theorists can learn from studying practice.
My point is 'that the study of practice is the core .
curriculum for. theorists. I can see.no other way of , * v
" gaining knowledge. But I have also tried to point out _
that practice has to be understood in at least two senses.
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One is the practice of formulation: .Where do we formulate

**ideas? And what a are the origins of ideas or innovations?

=~ What do these innovations represent in the codification
of what education is and ought to be? Or in other words ,-
what constitutes. the context of formuPation? The second
.1is the practice of education or the tontext of realization
of durricula. What are® the power relations that Justify
one practice and not the other?. What are the objective
conistraints-. for teaching process - ‘the frame factors'>
How do traditions form the - perception of  what is a ' '
legitimate -practice? In identifying these_guestions,and '
in answering we can generate a knowledge that must be

~  the base for. curriculum theory Schwab Qas annOunced
that curriculum theory i§ dead. It may be “true but that
depends on _how curricﬁlum theory is defined Now to- v

‘ close the circle and return to the introductory notes on .

progressivism. Curriculum theory built on the progressive
notion that curricula can be planned by a rational process .

- seems to have little life. But curriculum theory as &he '

o f“’~

explanation of how curricula are formulated and reaf&%ed

-is not dead;. it is born anew. . - _ ' .

. _ e . . ' y
I hope the idealistic normative curriculum theories are
replaced in the future by the scientific study of how o

- ¢urricula are formulated and realized and ﬁhat such

scientific work will increasé\the basis for knowledge ot ¢

,r to/be usedsras a technology but as’ a deep structure fofa
thrnking. It is in the span between schooling and education,

in the’ span. between the obJective constraints for schooling
in ‘the society and the utopias of education that pedagogy
as a sciénce and curriculum theory can have a cultural
impact.
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